O ur country continues to grapple with legacies of racial inequality perpetuated under a 250-year-old system of human bondage. At a time when Americans find themselves increasingly divided by race and class, educators need to understand the ways that curriculum materials represent (or, misrepresent) racial and social injustices. Developing this understanding could help us, as teachers, make informed choices about classroom texts and engage in teaching practices that encourage the development of students' critical consciousness (Freire, 1968) .
Scholars have identified significant issues with how communities of color are misrepresented or silenced within U.S.
History curricula (Brown & Au, 2014) . There are particular problems with the ways enslaved people and the institution of slavery (or, enslavement) are portrayed in K-12 classrooms.
When enslavement is included in the curriculum, its atrocities are underplayed (Brown & Brown, 2010) , its impact is generally confined to one time period or geographic region of the United States, and its driving forces are ambiguous. If enslaved people are included as a part of the curriculum, they tend to be male, misrepresented as "workers" (Fernandez & Hauser, 2015) , and passive recipients of others' actions rather than active change agents.
Yet, attempts to address these issues can quickly turn into partisan, racially charged debates about which history to teach (Benen, 2014; Urist, 2015) . Not surprisingly, most K-12 curriculum materials tend to reflect the cultural and political context in which they exist, and in the current American context, politicians, parents, and special interest groups deeply disagree on how to teach about America's past, and who should make decisions about the U.S. history cur-text across a range of disciplines (Palincsar & Schleppegrell, 2014; Schleppegrell, 2013; Schleppegrell, Achugar, & Oteiza, 20014) . However, to my knowledge, scholars have not yet applied SFL methods of discourse analysis to historians' writing about the past. This study builds on these previous discourse analysis studies and offers a slightly different approach by going beyond the classroom to compare how a history textbook and a well-known historian position and evaluate Thomas
Jefferson and enslaved people through their language choices.
Methods
The data for this analysis comes from two different Reality" (TCI, 2010, pp. 168-171) , which spoke directly to the issues raised in Hemingses. In contrast, the secondary TCI textbook (TCI, 2011) had nothing in its pages about Thomas
Jefferson's contradictory views on equality and enslavement.
In fact, the secondary text includes only two references to the fact that Jefferson owned slaves. Although it would be worthwhile to compare these two textbook accounts in a future study, for the purposes of this analysis, the fifth grade textbook excerpt on "Jefferson's Conflict" spoke more directly (Schleppegrell, 2012) . Developed by Michael Halliday (1985 /1994 , SFL is a linguistic theory that argues humans make meaning through language, as well as other semiotic symbol systems, in social contexts. SFL contends that language reflects and helps to shape the contexts in which it is used. In the context of K-12 classrooms in the United States, then, the language in textbooks and curricular materials reflects the political context in which those texts were created, and shapes how students and teachers understand the historical events, actors, and concepts presented in the materials. SFL offers analytic tools for examining how people, concepts, and events are represented and evaluated in the language of a text.
SFL-based approaches to discourse analysis have been applied to written texts in classrooms, primarily to provide students and teachers with access to disciplinary knowledge, including knowledge of the distinct genres and language features of each discipline. To date, researchers have applied SFL methods of discourse analysis to students and teachers' writing in history (Coffin, 2006a; 2006b) as well as school history textbooks (Achugar & Schleppegrell, 2005; Coffin, 2003; Orteiza, 2003) . As a language-based pedagogy, SFL and a focus on metalanguage has been proven to help students, particularly English Learners and Language Minority students, develop academic language and make meaning from written JUDGEMENT is a system that serves to appraise hu- Table 2 ). In contrast to their representation in the Social Studies Alive! textbook excerpt, people of color (e.g., "African American women," "enslaved women," "Madison Hemings") are primarily activated, rather than passivated in Gordon-Reed's text.
People of color are also individualized more often in Gordon-Reed's text, referred to by their names (Sally Hemings, Madison Hemings), while people of color are assimilated in the TCI textbook excerpt, referred to as a group (slaves, enslaved Africans). Yet, all three white social actors are individually named in the textbook: Thomas Jefferson, Abigail Adams, and Samuel Johnson. Social actor analysis of these two historical texts indicates that people of color are represented as having far more agency in the historian's text than they are in the textbook. However, overlapping social actors were differentially included as a proportion of all social actors in each text, and each text represented these actors somewhat differently. Table 1 shows how the Social Studies Alive! textbook allocates roles to some of the most frequently represented social actors.
As the table shows, Thomas Jefferson was by far the main social actor included in the textbook excerpt, appearing in 40 of 118 instances (34%) that a social actor appeared in the text. Jefferson was activated in the overwhelming majority (98%) of these instances. In contrast, the three social actors that are references to slavery ("the slave trade," "slaves," Gordon-Reed's text also judges enslaved people more positively than the textbook, presenting them as resolute individuals who "sought transformation of their lives" and normal men and women who "thought of themselves as… people." Text excerpts from The Hemingses of Monticello also include four negative JUDGEMENTS of slaves' capacity; however, these examples serve to emphasize the fact that enslaved people did not have access to the same power or structures as their owners (e.g., "Enslaved women practically and legally could not refuse consent"). In contrast to the textbook excerpts, the historian's writing portrays enslaved people as persevering individuals in spite of the fact that people like Thomas Jefferson denied them their legal rights.
Implications and Recommendations
Together, these analyses demonstrate how two texts on the same historical topic construct very different representations and evaluations of the past through their language choices. A student who reads excerpts from The Hemingses of Monticello would come away with a fundamentally different interpretation of 18th century, of Thomas Jefferson, and of the people of color who were part of his life than the student who reads only Social Studies Alive! America's Past. This is a troubling finding, because most students in American classrooms tend to read one text on a historical topic, not many. As the table shows, Thomas Jefferson escapes negative JUDGEMENT in the textbook excerpt. Instead, he is judged positively as an ethical person ("Jefferson thought slavery was wrong"), a pragmatist ("But he thought it would take time"), and a resolute leader ("he had worked hard on the draft of the Declaration of Independence"). Slaves, on the other hand, are negatively judged in the textbook as strange ("colonists did not think that Africans were equal to white people") or unfortunate ("could not live side-by-side with whites"). Through these evaluative patterns, the textbook excerpt suggests that although Thomas Jefferson contradicted himself by writing about equality for all and still owning other human beings, he was a moral person who wanted to do the "right" thing but was a victim of his time period. The humans he held in bondage, who are never named, are portrayed as abnormal and unfortunate.
These patterns contrast sharply with the JUDGEMENT patterns in the selected excerpts from Gordon-Reed's book. The patterns in Gordon-Reed's text reveal a different perspective on the history of Thomas Jefferson's views on equality and lived experiences with slavery. As has not translated into changes in K-12 curricula.
The purpose of this discourse analysis is not to vilify historical figures like Thomas Jefferson, and Dr. Gordon-Reed does not do this in her book. The purpose of this study is rather to demonstrate how reading texts like Gordon-Reed's could help students see African American individuals from the 18th and 19th centuries as people, not a distanced other. Reading texts like Gordon-Reed's could also help students better understand the ways in which these individuals' capacity was truly taken away, and see that African American men and women have always been a central part of American history. Normally the stories of communities of color are limited in 5th grade to one chapter on slavery or Native Americans in "The New World" in the textbook. That said, it is not necessarily reasonable or desirable to ask upper elementary and middle school students to read and analyze excerpts from The Hemingses of Monticello. What ideas about language and text, then, can we take from this analysis to inform our teaching about the intersection of traumatic historical events and famous figures like Jefferson?
As a first step, we as teachers can use language more intentionally when we talk about the system of slavery and enslaved people with students. For example, we can use the language of "enslaved men and women" or "bondspeople," and refer to individual's names when available, rather referring to a group of "slaves." Similarly, rather than using the language of "slave" and "master" we can use the language of "enslaver" or "slaveholder," to emphasize the action taken by certain individuals to hold other humans in bondage. Using such language is a small step toward responding to the problems of representation described earlier, and reflects the language used by historians of slavery (e.g., Gordon-Reed, 2008; Ramey Berry & Alford, 2012) .
In addition, there are age-appropriate texts available -both primary sources and literature -that authentically reflect the perspectives and experiences of enslaved people during the 1700s and 1800s in the United States. Thomas, Reese, and Horning (2016) 
